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ABSTRACT

This study aims to explore the factors influencing the readiness to adopt massive open online courses 
(MOOCs) for teaching among faculty members in Omani higher education by considering the influence of 
gender, disciplines, and personal factors such as attitude (ATT), self-efficacy (SE), technical competencies 
(TC), and access to tools (ACT). A quantitative survey research design was utilized to investigate the dif-
ference and relationship between gender and faculty disciplines (science vs. non-science) towards MOOC 
readiness (MR) and personal factors. The findings reveal no significant differences between gender in 
both disciplines towards perceived MOOC readiness. As for individual characteristics, while non-science 
disciplines indicate no differences between gender, the science discipline indicates significant differences 
in ATT. In terms of association, male faculty members reflected high associations between and within all 
personal factors and MR; however, female members did not show such association by only associating 
SE and TC with MR. Nevertheless, more similarities were observed between male and female faculty 
members in the non-science discipline, indicating a focus on technical factors. These findings contribute 
to understanding the difference between gender and faculty discipline when explored based on personal 
factors that influence the future use of MOOCS for teaching in Omani higher education.

Keywords: faculty members, faculty discipline, gender, MOOC readiness, Omani higher education, 
personal factor

INTRODUCTION
Massive open online courses, or MOOCs, are 

online courses designed to accommodate a large 
number of students—regardless of their back-
ground, age, and location—to attend and complete 
courses based on their own convenience (Kumar 
& Al-Samarraie, 2018; Mutawa, 2016). MOOCs 
are also known as a scalable disruptive learning 
platform that provides affordable alternatives for 
lifelong learning (Al-Harthi & Ani, 2023) through 
digital learning experiences (Yuan & Powell, 
2013). Furthermore, MOOCs provide students with 

infinite learning opportunities, as they are not con-
fined to taking courses only offered by their higher 
education institution (HEI) (Matriano, 2023) but 
also MOOCs provided by other industries or edu-
cational institutions. Hence, MOOCs have become 
necessary for tertiary education worldwide (Kumar 
& Al-Samarraie, 2019; Bervell et al., 2022a) as 
they enrich learning experiences beyond the 
norm by globalizing education. The most popular 
MOOC platforms are Coursera, edX, and Udacity 
(Antonova & Bontchev, 2020), which offer a plat-
form for educationists and industry partners to 
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host their courses globally. Likewise, HEIs also 
offer tailor-made courses and provide accredita-
tion or participatory acknowledgements, which 
has allowed MOOCs to progress from the basic 
structure of single courses to providing whole 
degree programs at various educational levels 
through micro-credentialing and badges (Kumar et 
al., 2022a).

Then again, while MOOCs have been exten-
sively utilized and adopted worldwide, they are 
still new in the Middle East, and the need for such 
a platform was only popularized due to the pan-
demic (Almisad et al., 2021; Al-Harthi & Ani, 
2023). Initially, in 2013, US-based MOOCs provid-
ers offered Arabic-translated courses and agreed to 
host courses developed by Arab faculty members 
and professionals due to the language limitation, as 
Arab learners may not be confident taking MOOCs 
in English (Gameel & Wilkins, 2019). Nevertheless, 
according to Sallam (2017), in the Arab region, 
the adoption often varies based on each country’s 
digital infrastructure and internet penetration. 
Accordingly, the most famous MOOC platforms 
in the Arab region are the Rwaq and Edraak plat-
forms, and most users are from Saudi Arabia and 
Egypt (Aboulmagd, 2018). Edraak was founded 
in 2014 as a result of a collaboration between edX 
and Jordan’s Queen Rania Foundation, followed by 
other MOOC platforms—such as MenaVersity in 
Lebanon, SkillAcademy, and EgyMOOCs in Egypt 
(Abdel-Maksoud, 2019), Nadrus.com in the United 
Arab Emirates (UAE), and the Iraqi-bMOOC plat-
form (Ali & Shiratuddin, 2018)—that offer Arabic 
language MOOCs (Mutawa, 2016). Interestingly, 
according to Ruipérez-Valiente et al. (2020), 
Edraak has higher engagement metrics than edX as 
it attracts younger audiences, females, and learners 
who have lower levels of education and schooling.

However, the usage of MOOCs does not appear 
to be widespread at Omani institutions, and it is 
still novel compared to other Arab nations (Al 
Hosni & AlAli, 2022). According to Al-Khanjari 
& Al-Kindi (2018), MOOCs could promote 
blended learning opportunities and expand the 
lifelong learning impact by providing a new path 
for partnership between Omani HEIs. While open 
e-learning platforms such as Edlal was launched 
in 2017, other Arabic language platforms, such 
as Sultan Qaboos University’s SQU MOOC plat-
form, were only established in 2019, just before the 

pandemic. Nevertheless, the Covid-19 pandemic 
significantly changed teaching and learning prac-
tices by enhancing e-learning and introducing 
digital learning tools, such as Microsoft Teams 
and Moodle, to the forefront in Oman (Tawfik & 
Elmaasrawy, 2022). According to Al-Harthi and 
Ani (2023), several Omani HEIs are increasingly 
employing blended courses and providing more 
digital content to students while creating online 
learning communities that facilitate interaction. 
For example, Sultan Qaboos University is experi-
menting with online courses as part of their official 
degrees. Hence, technical competencies and atti-
tudes of educators and learners have positively 
shifted to embrace online learning interaction, post-
pandemic (Kumar et al., 2022b). Consequentially, 
MOOCs have been described as a tool that could 
digitally transform Oman’s educational system 
and simultaneously cater to Oman Vision 2040 
(Matriano, 2023). Nevertheless, while some Omani 
HEIs have recently begun to offer selected online 
courses, these courses still necessitate face-to-
face interaction (Al-Harthi & Ani, 2023). Hence, 
we speculate that Omani HEIs tend to perceive 
MOOCs from a blended perspective as they still 
value social interaction in teaching and learning, 
thus raising questions about the level of awareness 
in realizing Oman’s digital transformation policy.

For this reason, digital transformation in the 
context of Omani HEIs could only be established 
if the stakeholders recognize the value and impor-
tance of such transformation (Matriano, 2023). 
Since MOOCs are part of such transformation, we 
agree with the suggestion of Subramaniam et al. 
(2019) to explore the readiness of faculty members 
in higher education institutions to adopt MOOCs. 
In hindsight, MOOC readiness has been primarily 
investigated from students’ perspectives (Al-Harthi 
& Ani, 2023; Gameel & Wilkins, 2019) by often 
neglecting educators’ views as MOOC content 
creators. In addition, according to Ahmed et al. 
(2021), empirical investigation on MOOC readiness 
among faculty members is vital before institutions 
plan to adopt MOOCs. This was strategized to 
reduce the risk and obstacles of MOOC implemen-
tation and increase its success (Kurniasari et al., 
2018). Therefore, determining MOOC readiness is 
a trait that educational institutions are exploring 
to identify the basis for effective MOOC adoption 
(Mohapatra & Mohanty, 2017) by focusing on a 
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combination of factors that can contribute towards 
successful implementation (Azevedo & Marques, 
2017). Therefore, while MOOC readiness could 
be defined as the minimum facilities that institu-
tions and individuals must possess to use MOOCs 
(Fadzil et al., 2016), it also could be described as 
an individual’s preparedness and ability to engage 
in and mutually perceive to benefit from MOOCs. 
Readiness in such context includes ICT infra-
structure, institutional assistance, and policies 
that support the willingness of lecturers to adopt 
MOOCs (Azevedo & Marques, 2017). In this study, 
we defined MOOC readiness from the faculty 
members’ perspectives, where we associated readi-
ness as preparedness that lecturers individually 
perceived they have in designing and developing 
their MOOCs to facilitate online teaching.

Therefore, we focus this study on faculty 
members’ personal or internal factors. Personal 
factors refer to individual characteristics or traits 
that influence a person’s behavior. According to 
Annamalai et al. (2021), personal factors are vital 
in determining the intention to use online plat-
forms, especially in distance education. Hence, this 
includes access to technology (Mutambik, 2018), 
self-efficacy (Bakogianni et al., 2020), and attitude 
(Bervell et al., 2022a). Furthermore, Hung (2016) 
and Gasaymeh (2009) also emphasize a strong 
relationship between access to tools with attitudes. 
Likewise, AlQaidoom and Shah (2019) claim that 
it is also critical to consider educators’ digital 
knowledge to successfully and effectively adopt 
MOOCs as an e-learning platform in higher educa-
tion institutions in the Arab region. According to 
Ventayen (2018), faculty members’ teaching expe-
rience with technology could also be a personal 
factor in determining readiness to adopt MOOCs. 
Zou et al. (2021) explained that if faculty mem-
bers have sufficient experience in online teaching, 
such as integrating blended learning approaches, 
it will increase their readiness to adopt MOOCs 
in the future. Nevertheless, while using inter-
nal factors to determine the readiness of faculty 
members to adopt the MOOC is warranted (Hilali 
& Moubtassime, 2021), Bakogianni et al. (2020) 
claim that external factors, such as subjective 
norms and university factors, may also influence 
such adoption. However, in the context of HEI, 
Samaila et al. (2022) uphold that external factors 
associated with teaching and learning online, such 

as technological and organizational infrastruc-
ture, may not influence intention due to digital 
experience and positive socioeconomic standing. 
Therefore, this study focuses on personal factors, 
such as attitude, self-efficacy, technical competen-
cies, and access to tools, that may affect readiness 
to adopt MOOCs for teaching and learning.

Additionally, as we focus on personal drivers, 
demographic characteristics should also be con-
sidered when exploring the intention to adopt new 
technology. According to Al Hinai et al. (2020), in 
Arab societies such as Oman, gender consideration 
is vital due to the prevailing gender stereotypes and 
social norms. Likewise, this was also supported by 
González-Gómez et al. (2012), stating that in con-
servative countries such as Oman, gender is an 
essential factor affecting readiness to adopt new 
technology and in the workforce. According to 
the Global Gender Gap Report (World Economic 
Forum, 2022), Oman is one of the few countries 
in the Middle East and North Africa (MENA) that 
has increased technical roles and senior roles for 
women. Nevertheless, the gender gap issue has 
rarely been explored in Oman, even though there 
has long been a recognition within the educational 
systems that females outperform males in math-
ematics and science studies (Al-Balushi et al., 
2022). According to Al-Emran and Shaalan (2017), 
significant differences among lecturers’ attitudes 
towards using technology for teaching and learning 
were observed in favor of female teachers; how-
ever, this was not apparent when considering age 
and educational backgrounds. Equally, Aldahdouh 
et al. (2020) and Ergen et al. (2019) found that 
while male users are more willing to adopt new 
technologies, Firat and Bozkurt (2020) and Shea 
(2019) confirmed that females have higher tenden-
cies. Besides, we also speculate that educational 
background may affect MOOC adaption as it could 
be hypothesized that people from technical fields 
are more exposed to technology in their working 
environment. Additionally, according to Ibrohim et 
al. (2021), faculty members in scientific disciplines 
are relatively reluctant to adopt e-learning technol-
ogies compared to non-scientific disciplines. At the 
same time, Phal et al. (2022) confirmed no differ-
ences in readiness levels between faculty members 
teaching science and non-science fields in adopting 
technology for teaching and learning.
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Consequently, this study explores the factors 
influencing the readiness to adopt MOOCs for 
teaching among faculty members in Omani higher 
education by considering the influence of gender, 
faculty disciplines, and personal factors such as 
attitude (ATT), self-efficacy (SE), technical com-
petencies (TC), and access to tools (ACT). In the 
Arab region, a third of the articles published on 
MOOCs are from Saudi Arabia and Egypt, with 
a few studies focusing on educators and policy-
makers (Almisad et al., 2021). Abdel-Maksoud 
(2019) and Sallam (2017) claim that the MOOCs 
movement in Arab universities is still limited and 
warrants future exploration. Likewise, Ruipérez-
Valiente et al. (2020) claim that the effectiveness 
and use of Arab MOOC providers are understud-
ied, and the characteristics of such platforms are not 
well understood, even based on its advantageous 
position that broadens online learning as a cultur-
ally inclusive learning experience. Accordingly, for 
Arab states, Gameel and Wilkins (2019) express 
that MOOC readiness studies need to consider 
each country’s timeline of internet adoption and 
gender as these factors influence technical com-
petencies. Conversely, Al Hosni and AlAli (2022) 
also emphasize the need for a more in-depth inves-
tigation into MOOC awareness among educators in 
Oman. While MOOCs are novel in Omani HEIs, 
this study focuses on the faculty’s perspective by 
exploring the following research questions:

i. Is there a significant difference between 
faculty members’ gender in their readiness 
to design and develop MOOCs for teaching 
in learning for science and non-science fields 
in Oman HEIs?

ii. Is there a significant difference between 
faculty members’ gender on their attitude, 
self-efficacy, technical competencies, and 
access to tools for designing and developing 
MOOCs for science and non-science fields in 
Oman HEIs?

iii. How do gender differences in each disci-
pline associate with attitude, self-efficacy, 
technical competencies, and access to tools 
towards MOOC readiness in Oman HEIs?

MATERIALS AND METHODS
The quantitative survey research design was 

utilized to collect data pertaining to the faculty 

members’ demographic profile (gender, age, edu-
cational background, and discipline), personal 
factors (ATT, SE, TC, and ACT), and MR. Hence, 
to answer the research questions, first the inde-
pendent variables (IV)—namely gender (male vs. 
female) and faculty discipline (science vs non-sci-
ence)—were examined to measure the dependent 
variables (DV), which were MOOC readiness and 
personal factors (ATT, SE, TC, ACT) based on a 
continuous scale. Next, a correlation analysis was 
performed to determine the relationship between 
the DVs and the IVs. According to Bornstein 
(2011), correlational study helps establish the rela-
tionship between variables and the extent to which 
they vary.

RESPONDENTS
This study was executed at Sultan Qaboos 

University. The institute consists of nine colleges 
and other specialized centers. These colleges have 
been classified into science and non-science col-
leges based on the OHI’s guidelines. Five of them 
are science colleges: College of Nursing, College 
of Agricultural and Marine Sciences, College 
of Medicine and Health Sciences, College of 
Engineering and College of Science, while the rest 
are social sciences colleges (College of Law, College 
of Economics and Political Sciences, College of 
Education, and College of Arts and Social Sciences 
and Center of Preparatory Studies). The academic 
staff population was 876, with 29.9% female 
(N=262) and 70.1%(n=614) male faculty members. 
GPower 3.1 (Faul et al., 2007) was used to deter-
mine a minimum sample size of 34 responses per 
group based on a statistical power of at least .95 
with α of .05 and a medium effect size of d = 0.5. 
Based on the N=130 respondents, the percentage of 
female respondents was 49.2% (N=64), and 50.8% 
(N=66) were male (Table 2). The age of respon-
dents was 26–35 years at 13% (N=17), 36–45 years 
at 28.6% (N=37), 46–55 years at 30.7% (N=40), 
and older than 55 years at 27.7% (N=36). The level 
of education was bachelor’s degrees at 4.7% (N=6), 
master’s degrees at 39.1% (N=51), and doctorates at 
56.3% (N=73). The percentage of faculty members 
from science and non-science colleges was 45.4% 
(N=59) from science colleges and 54.6% (N= 71) 
from non-science colleges.
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Table 1. 
Descriptive Information About the Sample

Colleges / Center N (%) Male Female
Science Colleges

32 (54.2%) 27 (45.8%)

Agricultural & Marine Sciences 4

Engineering 9

Medicine & Health Sciences 15

Nursing 11

Science 20

Total 59 ( 45.4%) 

Non-Science (Humanities) 
Colleges

34 (47.9%) 37 (52.1%)

Arts & Social Sciences 11

Economics & Political Science 9

Education 22

Law 2

Preparatory studies 27

Total 71 (54.6 %)

Grand Total 130
66 

(50.8%)
64 

(49.2%)

Variables and Instruments
The instrument for this study is an online 

questionnaire created through Google Forms. The 
items for MOOC readiness (MR) were adapted 
from Mutambik (2018) and Subramaniam et al. 
(2019) to measure lecturers’ preparedness and 
suitability to engage in designing and developing 
MOOCs for teaching and learning. ATT items were 
adapted from Bakogianni et al. (2020), measuring 

lecturers’ positive or negative perceptions towards 
MOOC adoption in OHI, which Phan and Dang 
(2017) claim influence readiness. Next, self-efficacy 
was adapted from Mutambik (2018) and Ventayen 
(2018), measuring lecturers’ perceptions of their 
abilities, knowledge, and skills to adopt MOOCs. 
SE relates to an individual’s persistence when faced 
with complex tasks relating to personal abilities, 
knowledge, and skills (Mannila et al., 2018) when 
developing and designing their MOOCs. Likewise, 
ACT items were also adapted from the same sources 
and measured the perception of the availability of 
ICT facilities in designing and developing MOOCs 
(Salehi & Largani, 2020). Lastly, TC measures 
lecturers’ perceived competence concerning tech-
nological skills to design and develop MOOCs, 
such as internet skills, computer skills, and basic 
ICT skills (Alshaher, 2013) and was adapted from 
Oketch (2013) and Ventayen (2018). All items for 
personal factors were adapted to include statements 
referring to academicians’ perceptions with design-
ing and developing MOOCs as the items referred to 
measuring e-learning readiness. Table 2 reflects the 
sample and number of items for each factor. These 
items were measured using a five-point Likert scale 
where respondents must rate their perceptions from 
“strongly disagree = 1” to “strongly agree = 5.” The 
instrument’s validity was assessed by two subject 
matter experts in the area of education technology, 
and the reliability scores for all factors were found 
to be reliable based on Cronbach’s Alpha coefficient 
being above 0.7 (Pallant, 2016) (see Table 2).

Table 2. 
Study Reliability

Factors Items Sample item Author Cronbach’s 
Alpha

Attitude (ATT) 5
I believe by developing MOOCs, I would be able to acquire the 
necessary competencies for my professional development.

Bakogianni et al. (2020) .825

Self-Efficacy (SE)  4
I believe I am skilled enough to develop MOOCs for 

teaching, even if I have not used such a system before.
Mutambik (2018); 
Ventayen (2018) 

.933

Technical 
Competencies (TC) 

4 I believe I have enough computer skills to develop MOOCs. Oketch (2013); Ventayen (2018) .872

Access to 
Technology (ACT) 

4
I have the necessary basic tools at home to develop 

MOOCs (e.g., mic, lighting, video recorder).
Mutambik (2018) .871

MOOC Readiness (MR) 4 I look forward to teaching with MOOCs.
Mutambik (2018); 

Subramaniam, et al. (2019)
.819
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Data Collection and Analysis
The data for this study was collected using an 

e-survey method, where the questionnaire was dis-
tributed using Google Forms. The total number of 
items in the questionnaire used to measure the DVs 
was 25, and four additional items were added to 
gather demographic information. The response was 
voluntary and the questionnaire was distributed to 
respondents through each college’s administrative 
representative. Furthermore, two reminders were 
sent out at two-week intervals to achieve a higher 
response rate. The instrument was available for 
participation for two months. The questionnaire 
was designed to ensure compulsory responses 
to all items before submission to avoid missing 
item responses. Next, the data was retrieved from 
Google Forms as a CSV file and cleaned using 
Microsoft Excel. The data was then transferred to 
IBM SPSS Statistics software v27 to determine 
the normalcy of the data distribution. Based on the 
central limit theorem, a normal distribution was 
assumed as the sample size per group was above 30 
(Ghasemi & Zahediasl, 2012). Conversely, the dif-
ference between IVs and DVs was next measured 
using a t-test to answer RQ1 and RQ2, followed by 
RQ3 using a Pearson correlation analysis.
RESULTS

RQ1: Difference between gender in their 
readiness to design and develop MOOCs 
for teaching in learning for science and 
non-science disciplines.

An independent t-test was used to analyse this 
question. Based on the findings, the science disci-
pline showed there was no significant difference in 
gender (t(57) = 1.233, p = .223, d =.700), despite 
female faculty members (M = 4.063, SD = .769) 
attaining higher scores in MOOC readiness than 
male faculty members (M = 3.867, SD = .635). 
Likewise, this was also observed for the non-sci-
ence disciplines for female (M = 4.095, SD = .613) 
and male faculty members (M = 3.912, SD = .668) 
at t(69) = 1.202, p = .223, d =.640). 
RQ2: Difference between gender in ATT, 

SE, TC, and ACT for designing and 
developing MOOCs for science and 
non-science disciplines.

It was observed that there was no significant 
difference between gender in regard to the non-
science disciplines for ATT, SE, TC, and ACT (see 

Table 3). However, while SE, TC, and ACT reflect 
no significant difference in the science disciplines, 
ATT shows a significant difference between gen-
ders at t(57) = 2.597, p = .012, d =.860 reflecting 
a high effect size. Conversely, it reflects that the 
female faculty member (M=3.896, SD =0.823) had 
a much more positive attitude towards developing 
MOOCs than the male faculty member (M=3.313, 
SD =.890)
RQ3: Gender differences in the relationship 

between ATT, SE, TC, and ACT in designing 
and developing MOOCs for science and 
non-science fields.

The relationship between the factors and MR 
was investigated using Pearson correlation and 
reported in Table 4. For both disciplines, male fac-
ulty members reflected a significant correlation for 
all factors with MOOC readiness. In the science 
disciplines, ATT (r =.729, p<.01) correlates the 
highest with MOOC readiness, followed by SE (r 
=.575, p<.01) and ACT (r =.575, p<.01). Collectively, 
the finding also indicates that besides the associa-
tion with MR, personal factors—namely ATT, SE, 
TC, and ACT—were also significantly associated 
with each other for the males in science faculty 
members. As for the non-science discipline, SE 
and TC, equally at r= .771, p <0.01, were the most 
substantial influence and had the same strength in 
association with MR. The findings also indicated 
significant relationships between SE, TC, and ACT 
but not for ATT. Hence, non-science male faculty 
members highly associate their ability to design 
MOOCs based on their perceived technical compe-
tencies and access to such tools.

Similarly, this association between personal 
factors were also observed for the female faculty 
members of the non-science disciplines but with 
different strengths (see Table 4). Nevertheless, 
when exploring MOOC readiness, specifically for 
female members in the non-science disciplines, 
MR was significantly influenced by ATT (r = .387, 
p <0.05) and TC (r =.326, p <0.05), where SE and 
ACT were not associated with MR. Conversely, for 
the science discipline, MOOC readiness was found 
to be primarily attributed to SE (r =.454, p < 0.5) 
and TC (r = .536, p < .01), but no association were 
observed between the personal factors, which was 
opposed to their male counterpart. 
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Table 4. 
Correlation Results Between the MOOC Factors 

Correlations
Discipline ATT SE TC ACT MR

Science

Male

ATT 1        

SE .781** 1      

TC .613** .573** 1    

ACT .744** .624** .893** 1  

MR .729** .575** .433* .575** 1

Female

ATT 1        

SE 0.381 1      

TC -0.065 0.167 1    

ACT 0.065 -0.226 0.182 1  

MR 0.262 .454* .536** 0.226 1

Non-
Science

Male

ATT 1        

SE 0.166 1      

TC 0.233 .676** 1    

ACT -0.096 .433* .367* 1  

MR .535** .771** .771** .523** 1

Female

ATT 1        

SE -0.037 1      

TC 0.041 .719** 1    

ACT -0.305 .510** .330* 1  

MR .387* 0.185 .326* -0.193 1

**Correlation is significant at the 0.01 level (2-tailed)
*Correlation is significant at the 0.05 level (2-tailed)

*Note: (ATT) Attitude, (SE) Self-Efficacy, (TC) Technical Competencies, (ACT) Access to Tools 

DISCUSSIONS
This study aimed to determine the readiness 

of faculty members in higher educational institu-
tions to adopt MOOCs in Oman based on gender 
and discipline. The results indicated no significant 
difference in readiness or willingness to adopt 
MOOCs based on gender in both disciplines. 
However, in the science discipline, female mem-
bers were found to be more accepting of designing 
and developing MOOCs than their male counter-
parts, where likewise contradicting findings were 
observed for the non-science discipline. While 
Corti et al. (2021) postulated that equality between 
genders in their readiness to adopt the MOOC 
was apparent only in scientific colleges, Zou et al. 
(2021) also claimed the same for non-scientific col-
leges. Overall, the findings of this study aligned 
with Aljaraideh (2019), indicating no difference 
between male and female faculty adopting MOOCs 
for teaching and learning in the Arabic context. 
Next, when personal factors were evaluated, the 
non-science discipline reflected no differences 
between gender ATT, SE, TC, and ACT, while the 
science discipline reflected significant differences 
in ATT with a high effect size.

Conversely, female faculty members reflected 
a much more positive attitude toward develop-
ing MOOCs than males. While Aldosemani et 
al. (2019) claimed that female faculty members in 
this context reflect less attitude towards adopting 

Table 3. 
Descriptive or Inferential Statistics on MOOC Readiness Factors

Discipline
Male

N

Descriptive Statistics T-test for Equality of Means

Female Male Female
t df Sig. 

(2-tailed)
Mean 

Difference

95% Confidence 
Interval of the 

Difference
Cohen’s 

d
N Mean SD Mean SD Lower Upper

Science

ATT

32 27

3.313 0.890 3.896 0.823 2.597 57.000 0.012 -0.584 -1.034 -0.134 0.860

SE 3.180 0.984 3.463 0.871 1.160 57.000 0.251 -0.283 -0.772 0.206 0.934

TC 3.938 0.871 4.213 0.469 1.472 57.000 0.146 -0.275 -0.650 0.099 0.716

ACT 3.852 1.220 3.917 0.835 0.235 57.000 0.815 -0.065 -0.621 0.490 1.062

Non-
Science

ATT

34 37

3.847 0.745 4.027 0.521 1.187 69.000 0.239 -0.180 -0.482 0.122 0.638

SE 3.831 0.852 3.446 1.012 1.725 69.000 0.089 0.385 -0.060 0.830 0.939

TC 4.096 0.723 3.818 0.948 1.381 69.000 0.172 0.278 -0.124 0.680 0.848

ACT 4.228 0.601 4.203 0.620 0.174 69.000 0.863 0.025 -0.264 0.315 0.611
 
*Note: (ATT) Attitude, (SE) Self-Efficacy, (TC) Technical Competencies, (ACT) Access to Tools 
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MOOCs than male faculty members, our find-
ings in both disciplines demonstrated otherwise. 
According to Alsuhaymi and Alghamdi (2021), 
while there could be a negative perception of gen-
der segregation in Middle Eastern educational 
institutions, such policies have assisted women in 
excelling academically by allowing them greater 
freedom while protecting their privacy. Hence, we 
theorize that due to such opportunity, women tend 
to be more appreciative of such endeavors as they 
perceive it as a prospect enabling them to prog-
ress in their careers. Furthermore, according to 
Ruipérez-Valiente et al. (2020), more female learn-
ers are using MOOCs than their male counterparts, 
indicating the potential of MOOCs as a workforce 
development tool. This was also speculated by 
Bervell et al. (2022b), claiming that faculty mem-
bers may improve their attitude towards utilizing 
online platforms if they feel it will assist them in 
meeting their job needs in remote education. 

Next, what particularly stands out in the find-
ings is how personal factors correlate with the 
readiness to design and develop MOOCs. In both 
disciplines, male members reflected a significant 
correlation with all factors, yet females in the sci-
ence discipline were only associated with SE and 
TC, while non-science disciplines were with ATT 
and TC. In the science disciplines, females are asso-
ciated the most with SE, as reported by Ibrohim 
et al. (2021), and men with ATT. Nevertheless, 
the association was vice versa for the non-science 
discipline, where the focus was also given to TC. 
Interestingly, in both accounts female members did 
not associate ACT with MOOC readiness, which 
opposed findings for male members. According 
to Hung (2016), gender could significantly medi-
ate the relationship between TC and ACT and the 
readiness to adopt new technology. Henceforth, 
this indicates that TC is essential for female faculty 
members in adopting MOOCs in both contexts. 
According to Cai et al. (2017), females may be more 
open to adopting new technology, and we speculate 
that the openness towards technology could also be 
associated with their discipline. Conversely, for the 
females in the science discipline, the emphasis is 
on TC, which we believe is logical due to their vast 
exposure to technology in the science field. Hence, 
the findings are inconsistent with those reported by 
Mutambik (2018) in Saudi HEIs for scientific and 
non-scientific disciplines that confirmed the role 

of gender in determining the readiness of faculty 
members to adopt MOOCs. Although the com-
patibility between the Omani and Saudi reality 
is from the perspective of culture and religion, it 
seems that the female faculty members in Oman 
were able to overcome these challenges. 
CONCLUSIONS

Therefore, we conclude that there is no signifi-
cant difference between gender in Omani higher 
education in their readiness to adopt MOOC in 
both disciplines. This is also apparent in personal 
factors affecting MOOC readiness, such as SE, 
TC, and ACT. However, in the science discipline, 
the ATT of female faculty members was signifi-
cantly higher than male members. Next, when 
associations were evaluated, it was observed that 
male faculty members in both disciplines reflected 
a significant positive correlation between per-
sonal factors with readiness to design and develop 
MOOCs; however, female members in the science 
discipline reflected an association with TC and 
SE, while non-science associated with ATT and 
TC. Female members in both groups also did not 
reflect on ACT as an essential characteristic in this 
endeavor. Hence, the findings reflect a strong cor-
relation between personal factors for male faculty 
members in Omani HEIs, but for female members, 
external factors such as colleague support and 
administrative support may have a stronger influ-
ence on the adoption of MOOCs. Hence, future 
studies can explore these factors by considering 
facilitating conditions and aspects to improve tech-
nical competencies. According to Al-Harthi and 
Ani (2023), a lack of a national policy strategy to 
widen the scope of Omani HEIs to include MOOCs 
is still lacking. Hence, we suggest future studies 
also consider how administration policies could 
influence the adaptation of MOOCs. Likewise, 
more consideration should also be given to explor-
ing other demographic variables, such as age and 
experience, cultural impacts, and the influence of 
digital literacy on the adaptation of MOOCs for 
teaching and learning.
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